Along with motivation, anxiety has been viewed as an important element in affecting achievement and proficiency (e.g., Cornwell & McKay, 2000; Zeidner, 1998) . It has been shown that the relationship between anxiety and performance is not linear (Ellis, 1994) and that anxiety can have both facilitating (i.e., positive) and debilitating (i.e., negative) effects on performance (Alpert & Harber, 1960) . However, many studies (e.g., Horwitz, 2001; Phillips, 1992; Yamashiro & McLaughlin, 2001 ) suggest that there is a negative relationship between language anxiety and L2 learning. On the other hand, Sparks and Ganschow (1995) take another view, claiming that language anxiety is not a cause, but rather a result of learning. In terms of test anxiety, some studies reported that the performance from students with high test anxiety is impeded (e.g., Zeidner, 1998; Araki, 1991) , while others provided evidence that test anxiety has no relationship with language achievement (e.g., Horwitz, 1986; MacIntyre & Gardner, 1989) .
As Ellis (1994) states, most of the early studies utilized correlational designs in investigating the relationships between motivation, anxiety, and language learning. Recently, structural equation modeling (SEM; see Kunnan, 1998) has been used in order to examine the causal relationships in various models and to see how well the model fits the data.
1 Yamashiro and McLaughlin (2001) performed a study that utilized SEM and examined the direct effect of motivation and anxiety on L2 learning. 2 They constructed a model of the relationships between attitudes, motivation, language anxiety, 3 and L2 proficiency. In their model, attitudes are highly correlated with motivation, and the latter has a considerable positive influence on proficiency, along with a very slight one on language anxiety. In addition, language anxiety itself has a small negative effect on proficiency. Since the participants in this particular study were Japanese university students, it seems that further investigations are needed involving other types of learners. The current study attempts to partially replicate Yamashiro and McLaughlin (2001) with Japanese junior high school students. The research question is to investigate to what extent motivation, language anxiety, and test anxiety influence L2 proficiency of Japanese junior high school students. In order to focus on the direct causes of L2 proficiency, the present study does not deal with attitudes. This research is important in terms of examining the roles that anxiety plays in junior high school students because "the relationship between anxiety and achievement in younger learners remains relatively unexplored" (Horwitz, 2001, p. 115) . Two other significant points lie with the inclusion of test anxiety in the investigation and of a speaking proficiency score as a component of L2 proficiency, both of which were not included in Yamashiro and McLaughlin.
Method 2.1 Participants
The participants in this research included 129 Japanese learners of English (64 boys and 65 girls) from the ages of 13 to 14. They were in the second year at two different public junior high schools, located in rural areas of the Kanto district of Japan. They had studied English for at least one year in school. Although there were originally 180 students, 51 were excluded because not all of the questionnaire items or tests were answered properly.
Materials
The questionnaire and the two additional tests (the STEP Test and a speaking test developed by the author) were utilized for this study. The questionnaire was intended to examine affective reactions of students, while the STEP Test and the speaking test were considered indicative of English proficiency. The fifth grade STEP Test, which was officially conducted in January of 1997, included 50 multiple-choice items that assessed knowledge of vocabulary and grammar (30% of the whole test) and reading (20%), writing (10%), and listening (40%) ability. The questionnaire and the speaking test were pilot-tested and revised using the feedback given from four English-major graduate students, as well as two first-year and two third-year junior high school students. The materials were administered in June and July of 2000.
Questionnaire
The 64-item questionnaire was designed primarily to measure three affective variables: motivation, language anxiety, and test anxiety (see Appendix 1). Table 1 summarizes the categories and types of items found in the questionnaire. Item selection was made based on its relevance to Japanese junior high school students. Motivation in this study included items regarding attitudes toward learning English, while language anxiety contained items related to communication apprehension. Items from three existing questionnaires were selected to reflect multicomponential aspects of test anxiety. In addition, some items were created based on interviews done with those students who are motivated or who tend to become rather anxious. Additionally, four lie scale items (Araki, Sato, & Nei, 1979) were added to check the validity of the answers. The response format was a 5-point Likert scale ranging from strong disagreement (1) to strong agreement (5). Some items were negatively worded. After the items were randomly ordered, background questions (see Appendix 1 Part 1) were added.
Speaking Test
The speaking test was a face-to-face oral interview with one interviewer, consisting of two tasks: a role play and a question and answer session (QA). Since the role play was strictly based on what students learned in class, only the QA was used as a measure of proficiency. During the QA, the interviewer selected various topics and questions from a list. Since all the topics, such as food and club activities, were closely related to students' lives, it was assumed that there would be no difference in the level of difficulty between them. All utterances were tape-recorded and videotaped.
Scoring the Speaking Test
Upon completion of the speaking test, the assessment criteria were specified: Vocabulary, Comprehensibility, Accuracy, Complexity, and Interaction. A total of four points were given for each criterion (see Koizumi, 2001 for details). The raters were two Japanese non-native speakers of English, who majored in English while attending graduate school, and one native speaker, who worked as an English teacher in various junior high schools. After the raters were trained, one rater (the author) evaluated all of the examinees' utterances and the other two raters did half of them. In other words, each test taker was evaluated by two of the three raters.
Analyses
For each test and questionnaire, the internal consistency reliability estimates (Cronbach's alpha: α) were calculated. In order to examine the research question, structural equation modeling (SEM) was used because it enables researchers in a flexible way to construct a model that reflects the existing knowledge (Yamamoto, 1999) . In this study, the relationships between L2 proficiency and three affective factors (i.e., motivation, language anxiety, and test anxiety) were specified into a hypothesized model, which was examined using SEM. For the analyses, SPSS 10.0 and Amos 4.01 for Windows were used.
Results

Questionnaire
In order to check the validity of students' answers, four lie scale items were examined. It was decided that if there were students who met all of the criteria set forth (see Appendix 1 for the criteria), their data would be subsequently excluded from the analysis. None of the students satisfied the criteria, so all the data were used. Since the lie scale items were intended just for this purpose, they were not analyzed further.
After the deletion of the lie scale items, the questionnaire consisted of 60 items representing three affective factors: motivation, language anxiety, and test anxiety. Out of the 60, 16 were eliminated as a result of being skewed items (see Appendix 1 Note for details) because skewed items can distort the results (Tanaka, 1996) . The remaining items were 6 for motivation, 5 for language anxiety, and 33 for test anxiety. The motivation and language anxiety items were put into the causal model directly (see Figure 2 ). Both affective factors had a high reliability overall (Motivation α = .89; Language anxiety α = .79). The test anxiety items were further analyzed due to the fact that they were derived from four different sources.
Exploratory factor analysis 4 was performed in order to clarify what 33 various test anxiety items measured and to select the items that contributed substantially to underlying factors. The following method was determined from Maeda's (2000) criteria. Nine factors were extracted based upon the eigenvalues of 1.0 or above through unweighted least squares method, and then rotated using oblique promax method. Table 2 shows the rotated pattern matrix and correlation matrix among these factors. Items with factor loadings of 0.4 or above were selected (Tanaka, 1996) . Based on the scree plot and the interpretation of factors from previous studies, the first four factors were determined to be of use, which accounted for 38.25% of the total variance. Based on Sarason (1984) , they were subsequently called Worry, Bodily arousal, Facilitating anxiety, and Test-irrelevant thinking, respectively. Factor 3 contained only two items and the reliability of Factor 4 was rather low (α= .59), but they were retained because certain aspects of facilitating anxiety (Factor 3) and test-irrelevant thinking (Factor 4) are important components of test anxiety (Alpert & Harber, 1960; Sarason, 1984) . The items that did not load highly on any of the four factors were excluded. The remaining 20 items and their relationships to the four factors were put into a model of confirmatory factor analysis to verify the appropriacy of the four factors extracted by exploratory factor analysis.
In the path model (see Figure 1 ), rectangles show measured (observed) variables, which can be assessed directly. Ovals indicate latent variables, which cannot be directly assessed and are equal to factors in the factor analysis. Circles represent measurement errors. One-way arrows show a direct impact and the figures beside them are causal (path) coefficients, indicating the degree of impact. Two-way curved arrows show that two variables are correlated, and the figures close to them are the same as correlation coefficients. The two types of coefficients range from -1.00 to 1.00 in the standardized solution. For model estimation, maximum likelihood method was used. The model with two-way arrows between the four factors and also without any two-way arrows among measurement errors had the following chi-square goodness-of-fit statistic and fit indices: χ 2 = 287.87, df = 164, p = .00, χ 2 /df = 1.76, GFI = 0.82, CFI = 0.85, RMSEA = 0.08, AIC = 379.87 (see Figure 1 Note. for the meaning of abbreviations). The criteria for being a good model are as follows: p ≧ .05 (i.e., a nonsignificantχ 2 ); χ 2 /df < 2.0; CFI > .90 (Tabachnick & Fidell, 1996) ; GFI > .90; RMSEA < .05; and smaller amount of AIC than other models in comparison (Toyoda, 1998) . Since this study had a relatively small sample size for SEM, two criteria that do not underestimate model fit were used: χ 2 /df and CFI. With these two criteria, it was
found that the first model did not fit the data very well. In order to improve the degree of fit, the model was respecified using modification indices. The final model can be seen in Figure 1 , which satisfied the two criteria above. The model suggests that there are moderate correlations between Worry, Test-irrelevant thinking, and Bodily arousal and also between Test-irrelevant thinking and Facilitating anxiety. Scores from negatively worded items were inverted and composite scores for each factor in the four-factor model were calculated in order to simplify the model that examines the research question (see Table 3 ). 
Proficiency Tests
The two tests (the STEP Test and speaking test) were analyzed to estimate overall proficiency. 
STEP Test
After the item analysis, two items were excluded because their discriminability was below .25 in point-biserial correlations (Henning, 1987) . The remaining 48 items were used in the analysis. The STEP Test was considered to have sufficient validity. As seen in Table 4 , the STEP Test had acceptable reliability (α) and the students scored rather high on the STEP Test.
Speaking Test
Interrater reliability of the scores was calculated using Spearman's rank order correlations due to the fact that the distribution of the scores from each rater was not normally distributed. The reliability was high except for Accuracy (Vocabulary: r s = .92; Comprehensibility: r s = .74; Accuracy: r s = .49; Complexity: r s = .87; Interaction r s = .83). Therefore, it was decided that Accuracy would be excluded from the subsequent analysis. The speaking test score was obtained by adding the criterion scores of the two raters. The validity of the speaking test was examined using internal construct validation method. According to Henning (1987) , items are valid when the correlation between item A in subtest B and a total of the other items in subtest B is higher than the correlation between item A and a total of another subtest. In the present study, the speaking test was viewed as one subtest, consisting of four items, or criteria: Vocabulary, Comprehensibility, Complexity, and Interaction. The STEP Test was perceived of as another subtest. The correlation between a speaking criterion (e.g., Vocabulary) and the total of the other three criteria was expected to be higher than the one between the criterion in question and the STEP Test. Table 5 shows that in each case the hypotheses were confirmed. Therefore, the construct validity of the speaking test was considered sufficiently high. Table 4 demonstrates that the reliability (α) of the speaking test was high, along with that of the STEP Test. The students scored rather low on the speaking test, especially in the areas of Vocabulary and Interaction.
Model of the Relationships Between Affective Factors and L2 Proficiency
In order to investigate motivation, language anxiety, and test anxiety as factors that affect proficiency, the causal relationships were specified in the path model. It was hypothesized that motivation, language anxiety, and test anxiety have an effect on L2 proficiency and that there are correlations between the three affective factors.
After the SEM analysis, it was found that the model did not fit the data well enough (χ 2 = 386.89, df = 113, p = .00, χ 2 /df = 3.42, GFI = 0.74, CFI = 0.73, RMSEA = 0.14, AIC = 466.89). Following modification indices, two-way arrows between motivation and language anxiety and also between motivation and test anxiety were deleted, and the ones among measurement errors were added. Figure 2 provides the best-fitting model that satisfied the two criteria (i.e., χ 2 /df and CFI). The model is considered a good fit. Every coefficient in the model was statistically significant at the .05 level.
As seen in Figure 2 , the causal coefficients of motivation, language anxiety, and test anxiety were .49, .21, and -.29 respectively. There was a low correlation (.39) between language anxiety and test anxiety. In terms of the effects that motivation, language anxiety, and test anxiety had on each measured variable (e.g., M1), every causal coefficient was relatively high. This result suggests that these items of the three affective factors were sufficiently valid.
Discussion
The purpose of this study was to examine to what extent motivation, language anxiety, and test anxiety influence second language (L2) proficiency. The model that specified the relationships was formulated and modified until it showed a good fit (see Figure 2) .
Concerning the impact of motivation on L2 proficiency, there was a significant and relatively strong effect, and its effect was greater than that of language anxiety and test anxiety. The results show that motivation affects the proficiency of Japanese junior high school students considerably and more than language anxiety and test anxiety. In other words, if students have strong motivation, it is likely that they will achieve a high level of proficiency, and this tendency is stronger than anxiety. This result is consistent with most of the previous studies (e.g., Gardner, 1985) and the degree of impact (.49) is very similar to those of Yamashiro and McLaughlin (2001) and Gardner et al. (1997) , whose causal coefficients were .51 and .48. Yamashiro and McLaughlin examined the effect on the L2 proficiency of Japanese university students, whereas Gardner et al. investigated the impact on the L2 achievement of Canadian university students. Therefore, the results might suggest that motivation itself has a universal influence on students' L2 ability both in terms of proficiency and achievement. This hypothesis needs to be tested in other contexts.
Along with motivation, the causal coefficients of language anxiety and test anxiety were statistically significant, but they were very small. With respect to language anxiety, there was a small but positive influence (.21), whereas test anxiety had a small negative effect on L2 proficiency (-.29). The results indicate that two kinds of anxiety affect L2 proficiency only slightly. Additionally, a significant relationship between the three affective factors was found between the two types of anxiety, which had a weak correlation (.39). Since the relationship was not very strong, they can be distinguished from each other. This suggests that test anxiety is rather different from language anxiety, consistent with the claim made by MacIntyre and Gardner (1989) and Aida (1994) .
Based on these findings, it is clear that motivation is influential in developing L2 proficiency. Therefore, it is crucial for teachers to try to enhance students' motivation as well as to improve their L2 proficiency directly.
Finally, it may be necessary to note three limitations to this study. First, the scope of motivation and language anxiety in this study was admittedly rather limited. Motivation included only those items associated with attitudes toward learning English, and language anxiety had only those items to assess communication apprehension. Therefore, further refined research is needed to investigate the model in order to present a clearer picture in terms of the relationships between affective factors and L2 learning among Japanese junior high school students.
Second, the questionnaire contained 64 items, which might have been too many for junior high school students. Third and lastly, this study used self-report data obtained from the questionnaire, as previous studies do (e.g., Gardner et al., 1997; Yamashiro & McLaughlin, 2001) . It may have a validity problem, in that respondents may not recognize their affective states and may answer based on what they think they should feel (Ellis, 1994) . The second and third problems can be overcome by a refined pilot-study to narrow down the number of items and by using multiple measures, including qualitative methods.
In summary, this study attempted to investigate the effects of motivation, language anxiety, and test anxiety on the second language proficiency of Japanese junior high school students. Among these students, motivation influences L2 proficiency considerably, and the effects of test anxiety and language anxiety are small. Test anxiety and language anxiety are weakly correlated. It is hoped that understanding the impact of motivation, language anxiety, and test anxiety may help teachers enhance their recognition of the students' learning process and improve their teaching styles. 小・中学生の意識調査（しょう・ちゅうがくせいのいしきちょうさ） 注意点：英語の授業で、と書いてあるときは英語の授業中のこと、書いてないときは他の 教科の時間もあわせて考えて答えてください。また、ページを一度めくったら、前のペー ジにもどってはいけません。全部の質問を、ならんでいる順に答えていってください。
Part 1
略 (Questions about students' gender, when they first began studying English, whether they have the opportunity to speak English outside of school, whether and how long they have been abroad) 
